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Introduction

Teachers are the backbone of eementary schools. With the exception of parents, they are the adults
that spend the most time with children. It isthe task of the teacher to figure out how to help move
every child in their dlassforward in their intellectud, socid, ethicd, and physica development.
Teachers perform much of thistask by making decisons, literdly hundreds of them every day.
These decison include things like: what activities their students actudly do, what their students

talk about in class, how they talk together, which problems from last night's homework assignment
are discussed by the class, how classroom rules are made, what the consequences are for breaking
one of those rules, who needs extra attention today, which behaviors should be ignored for awhile,
how curriculum can be adapted for a certain group of learners. The list goes on and on. Some
decisonsare"big" ones, while others seem rather "smadl." However they dl impact on the learning
that goes on in a classroom.

In this era of heightened expectations, declining resources, and powerful stresseson dl of our

socid inditutions, it will be helpful to be clear about what dementary schools and dementary
teachers should do, o that teachers, administrators, professors of education, parents and other
concerned community members can focus on providing excdlent teaching and learning for our
eementary students. This monograph lays out such aframework for thinking about €l ementary
education. It focuses on the goas of education and on essentia knowledge and skills that teachers
should have in order to work effectively toward those goals. It does not prescribe one "approved”
way to achieve the gods. There are many ways to achieve them. Teachers and other educators work
together to develop coordinated Strategies to best meet the needs of specific students in specific
schools for specific years.

The monograph brings together themes from current research, sudent and teacher sandardsin
various content areas, and exemplary practice to present a vison of elementary teaching and
learning that is designed to meet the chalenges of the twenty-firg century. The vison itsdf is
described in terms of experienced teachers, and is clearly beyond the abilities of most beginning
teachers at the present time. However, it identifies the important ends toward which they must



work. It stlems from an effort to lay afoundation for building a support and assessment system for
beginning eementary teachers. Hopefully, it can also serve as afocus for reflection on teaching and
learning for practicing teachers and adminigtrators.

The actud functioning of any dementary school in Connecticut appears to be awiddy varying
kaleidoscope of activities. As we focus on the actions of teachers, we see that there are two factors
that have served to make teachers responsibilities greater and their decisions more difficult and
complex in recent years: curriculum reform and proliferation of responghbilities.

With nationd, sate, and locd curriculum reform efforts in multiple content areas, e ementary
teechers are facing difficultiesin figuring out what to teach and how to teach it. The number of
recommendations gpplicable to e ementary schools require more time than is available in a school
year, leaving it up to dementary teachers and administrators to set priorities. Many digtricts find
themsdlves urged by nationa reform efforts to emphasize inquiry and other thinking processes,
while parents and locd boards demand more emphasis on basic skills. The many cdlsfor higher
educational standards do little to address the issue of students preparation to meet the standards.
They offer little guidance to teachers on how to meet the needs of students who lack broad
exposure to literacy and numeracy. They aso fal to address the needs of students for whom usud
grade level expectations offer little challenge.

Astheimpact of many American socid ingtitutions has declined during the last haf of the century,
the responghilities of schools have risen. Elementary schools assume a variety of respongbilities
every day, such as providing hedlth care and day care, counsdling citizens about parenting, teaching
students to read and write, and helping students keep physicaly fit. Locd, sate, and federa
regulations require teachers to do everything from teaching specified skills a specified grade levels
to implementing anti- drug education to developing and carrying out individua education plans for
specia needs students. In addition, elementary teachers teach multiple subjects. A teacher with a
sdf-contained class might easily have between eight and twelve "lesson preparations’ per day.

This monograph amsto assst dementary teachers and other educators in navigating the sea of
educationa reform and proliferation of school responsibilities by offering a coherent vision of
elementary teaching and learning. It amsto help dementary teachers and schools see priorities and
connections across the various reform efforts and among multiple responshilities. It will be abasc
tenet of the monograph that teachers make many decisons that have powerful effects on how well
sudents learn. These decisons become more crucia in an era of declining fiscal resources where
difficult choices must be made. Having aclear vison of the work of the elementary school helps
teachers clarify and improve their decisons.



The major ideas of the monograph can be summarized in the following diagram:

Teachers Draw upon their Fecilitate Student Learning by Fulfill the Five Central
Responsibilities of
o i Elementary School
order
Knowledge of Content Structuring the Classroom o |lPromote Literacy
and Environment
Knowledge of Students Develop Numeracy
Selecting Tasks
From Deyel opmental Encourage Inquiry
Perspectives Facilitating Discourse
o _ Build Citizenship Skills
From Individual Perspectives Reflecting on and Analyzing their
Teaching Foster Habits of Mind

From Socio-Cultural
Perspectives Collaborating with Others

Five Central Responsibilities of the Elementary School

We have identified five responghilities that are centrd to the decison making that eementary
teachers must engage in. They form the core of the design of curriculum.

The five centrd responghilities of eementary schools are to:

PROMOTE LITERACY, so that students can communicate effectively.

DEVELOP NUMERACY, so that students can solve problems related to quantity and

space.

ENCOURAGE INQUIRY, s0 that students can expand their knowledge in dl fieds of
learning.

BUILD CITIZENSHIP SKILLS, so that students can contribute to the various communities
to which they belong.

FOSTER THE HABITS OF MIND THAT SUPPORT LEARNING, so that students can be
independent, lifdong learners

Literacy isthe ability to communicate to others and to make sense of communications from others
S0 that common meanings are congtructed. Reading, listening and viewing are the processes we use
to make sense of the communications we receive from others. Writing, speeking and enacting are
the ways we communicate to others. Literacy enables people to perform many cognitive tasks
including, but nat limited to, learning and inquiring, problem solving, making plans and taking

action. Teaching and learning depend upon accurate communication, comprehension, and
interpretation.



No matter what the specific Stuations or conditions, societies dways need citizens who can solve
problems usng numeracy. Mahematics provides essentia tools for inquiry and problem solving.
The concepts and skills of mathematics help students to be able to comprehend numbers, andyze
and interpret data, make measurements, estimate and ca culate quantities, understand spatid
relationships, and to reason mathematically and logically. Empowered students are dways
recognized by their abilitiesto think strategically and to use mathematics knowledge to solve red
world problems.

Inquiry is fundamenta to independent learning in al subjects taught in eementary schooals,
including those not usually thought of as "academic" subjects, such as art, music, and physicd
education. It allows students to make new discoveries, extend their knowledge, or to deepen their
understandings of what they aready know. Elementary schools need to provide students with
repertoires of tools of inquiry that alow them to imagine and experiment with dternatives, carry
out increasingly complex searches for information, and to perform more sophisticated analyses of
their findings. For al areas of inquiry, students need to be able to create, observe, compare,
guestion, record and interpret data, evaluate and revise, search other resources and references, and
share ideas and information. Inquiry isfostered in dementary schools by encouraging students to
wonder about natural and human phenomena, to ask their own questions, and to develop and
practice those concepts and skills that help them explore answers to their questions and the
guestions of their classmates.

A democratic society needs people who will make positive contributions to socid, economic,
palitica, and culturd life, i.e.,, enact citizenship. Elementary schools are the socid indtitutions that
collaborate with families to foster the growth of the skills and attitudes that help students to be both
able and willing to participate in society. Individudly, students must learn to take responghbility for
their work and actions. In asocia context, students must be able to work effectively as members of
various groups. They should be able to seeissues from different perspectives, to collaborate, to
negotiate, and to exercise judgment to make informed decisons. In addition to developing a sense
of themsdves asindividuas, students aso need to develop a sense of belonging to groups such as
their classroom, community and nation. These attitudes and capacities enable people to make
contributions for the good of the whole society.

The find test for schools is the extent to which their graduates apply their skills, knowledge and
understandings to redl world Stuations, which requires certain habits of mind. These habits of mind
are attributes which have become an integra part of the way that students approach the world. They
are necessary, though not sufficient, for independent learning to occur. Do students persevere? Do
they have the confidence to carry out problem solving strategies even though they don't know what
the outcome might be? Are they willing to subject their work to evauation by others? Will they
think independently to the extent needed for leadership and creativity? Can they adapt their
behaviors to better meet new and different Stuations? Are they open to learning new ideas and
developing more complex ingghts? Are they willing to be salf-reflective, aole and willing to assess
strengths and weaknesses?

These habits of mind enable people to use their abilities for effective action in the world. While
elementary schools certainly do not bear the entire burden of fostering these habits, thereisan



expensive price to pay when they do not pay attention to these important outcomes as they teach. If
elementary schools treat their young students without any regard to their eventud willingnessto

use their education, those habits of mind may be impaired beyond the capacity of secondary
schools to save.

Thesefive centrd responsibilities are interconnected. Students can gpply thelr literacy and
mathematica skills and processesto learning in al subject areas. Teaching and learning about
inquiry processes often depends on the development and gpplication of citizenship skillsrelated to
working in groups. Complex learning is highly dependent on appropriate habits of mind. Teachers
and students don't experience these responsibilities as separate parts of the curriculum; eements of
the respongbilities merge together in daily activities that capitalize on connections between them
These holigtic connections help teachers manage the diverse e ements of the different content areas
that compose the dementary curriculum by working on multiple centra respongibilities
smultaneoudy. Teachers dso use these connections to build motivation for developing
congtructive habits of mind, and to inspire students to mode good citizenship and ways of coping
and behaving. The ways in which teachers choose to do thiswill vary both with their individud
credtivity and with the needs of their particular Sudents.

Thefive centra responghilities set forth priorities for the content of eementary school. However,
teachers do not teach content only, they aso teach students. Therefore, we next outline priorities for
what teachers need to know about students.

Knowing About Students

Teachers are aware that many factors affect their students and how they learn. These factors
include, but are not limited to, students ages, abilities, hedlth, fedings toward learning, specific
skill levels, previous experiences, persona interests, and persondities. Because these forces exert
such powerful influences on learning, teachers use avariety of perspectives to think about their
students and the resources they bring to their own educations. In particular, they know their
Sudents from:

DEVELOPMENTAL PERSPECTIVES, s0 they can attend to students cognitive, socid,
and physicd growth;

INDIVIDUAL PERSPECTIVES, s0 they can build on the frameworks and skills thet their
students use to understand the world;

SOCIO-CULTURAL PERSPECTIVES, s0 they can understand and interpret a student's
ideas and actions.

Developmenta perspectives help teachers understand where students are in relation to where they
are to go. Students understandings often emerge through different stages, which they passthrough
at varying rates of speed. For ingtance, the ability to read emerges over time through many stages of
development. Knowing that print carries meaning, that print corresponds to spoken language, and
that specific symbols correspond to specific sounds are among the understandings that readers pass
through as they learn to read. Teachers understand how students work and express themselves at



different developmentd stages of understanding associated with learning mathematica, scientific,
language, artistic, and other processes.

Children come to school dready practiced in making sense of their world. They developed this
ability naturdly asthey interacted with othersin their environment. Sometimes their
understandings are accurate; sometimes they aren't. Regardless, they have structured their
knowledge and understandings into frameworks that are meaningful to them, rather than retaining
them as discrete bits of information that exist independently of each other. As new information is
consdered, it is placed within these frameworks to make it meaningful and useful. Learning takes
place when these prior frameworks are chalenged or reinforced by new information requiring the
learner to actively integrate the new information with the old. When the learner does not possess or
is unable to access the particular framework needed to assmilate the new idess, learning does not
occur. Teachers use their knowledge of their students to provide appropriate learning experiences
that are neither too difficult nor too easy. These experiences build bridges between students
previous knowledge and experiences and the learning gods.

Teachers are dso familiar with typical patterns of student behavior at various ages, both with
respect to individuas and with respect to groups. Students experience sgnificant socid, emotiond,
and physica changes during the e ementary years. They are engaged in developing the abilitiesto
interact in productive and gppropriate ways with peers and adults, to sustain their attention for
increasingly longer periods of time, and to exert greater control over their bodies and minds. For
example, "independent behavior" or "working together” would each look different in akindergarten
classroom than they would in afourth grade class. Primary students |etters tend to be larger than
intermediate sudents because they are dill developing the fine motor skills necessary to control
their writing. Among other things, teachers use this knowledge to set gppropriate expectations for
student work, and to develop with their students an understanding of standards for appropriate
behavior in the classroom.

Teachers use individua perspectives to help them build upon the different ways that students learn
about the world. Some learn visud materias best, while others do better with auditory
presentations or the manipulation of concrete materias. When the materia to be learned is difficult,
students may learn better when teachers provide experiences or represent informetion in their
preferred learning mode. When the materid is less difficult, Sudents might benefit by being
chdlenged to develop their capabiilities in non-preferred way's of ng information. In either
case, knowledge of these preferences affects teaching decisons.

Students have different ways of interacting with their world. Some students are outgoing; others are
ghy. Some students are flexible; others cling tightly to old ideas or habits. Teachers can read
nonverba and verba cues from students to inform ther interactions with students. Recognizing
defensive, manipulative or helpful behaviorsin their various expressions hel ps teachers accurately
asess their students readiness to learn. Teachers understand the close relationships of the cognitive
and emotiond aspects of their students lives.

Teachers aso use socio-cultura perspectives to understand their sudents. They know how cultures
and other socid groups differ in critica norms and vaues that affect sudent learning. These
indude such factors as language use, norms of interaction, gender-based expectations, and parental



contributions to their children's education. They are familiar with the community in which they
teach and the ways in which members of the community make use of literacy, numeracy, and other
knowledge taught in school. Rether than tregting sudentsin a stereotypica fashion, they use this
knowledge to sengitize them to dternative interpretations of ideas and behaviors. Information
gathered from this and other perspectivesinforms the consderation of dternative means of
promoting literacy, developing numeracy, encouraging inquiry, building citizenship and fostering
habits of mind to support lifdong learning.

Teachers are aso familiar with sudent cultures a their school. They know where each of their
sudentsfitsinto the different types of friendship networks within the school. They know how
current fads in popular culture can influence student behavior in both postive and negetive ways.
They know how the embracing of particular community roles (e.g., the intdlectud, the jock, the
joker) afectsindividua student motivation and the willingness to learn. They know how and when
to use these influences to motivate and guide student learning and how to guard againgt their
interfering with student devel opmen.

The chadlenging job of trying to meet the needs of studentsis made more formidable because
teachers do not teach individuas. They teach awhole classroom of students with different needs.
Teachers vary and adjust presentations and activities so that they are respongve to individual needs
in the context of a cohesive group of students who do many activities together in their shared
classroom.

Teachers remember that knowing their sudentsis not an end in itsdlf. They use this knowledge to
help their students learn. More specifically, knowledge of students from particular perspectives
informs the decisons teachers make about how they implement their five centra respongbilities.

Teaching Toward the Five Central Responsbilities

Y oung learners tend to be bound by their sensory perceptions, their individua perspectives, and
their immediate surroundings. Fulfilling the five centrd responsibilities requires hel ping sudents to
go beyond their own experiences. Elementary teachers do this by providing students with
opportunities to develop the ideas, thinking processes, and skills needed to read, write, create
images, solve problems, conduct inquiry, contribute to groups, and eventudly take responghbility
for their own learning.

To enhance opportunities for studentsto learn, teachers:

STRUCTURE THE CLASSROOM ENVIRONMENT, so that it is conducive to learning
for al sudents.

SELECT TASKS, 0 that they direct student learning toward fulfilling the five centra
responghilities.

FACILITATE DISCOURSE, s0 that they guide students to be proficient and independent
thinkers.

ENGAGE IN REFLECTION AND ANALY SIS, so that they continue to improve their
teaching practice.



COLLABORATE WITH OTHERS, so that they create a school community that meetsthe
needs of their students and helps them grow professiondly.

Elementary teachers structure the classroom environment aong the physica dimenson aswell as
the cognitive, socid dimension. Teachers create, adapt, and manage many physical components of
the classroom to better fulfill the five centra responsibilities of the dementary school. They make
sure that students have access to materiads and that furniture is arranged so that students can
complete learning activities. Teachers judge the readiness of their students to work independently
with equipment and materids, and ingruct them in safety when needed. Displays of student work
celebrate previous learning. Book arrangements or learning centers encourage inquiry. A system for
sharing classroom jobs helps to foster a sense of responsibility. Teachers arrange the classroom to
efficiently support the full range of classroom activities and ease typica patterns of movement.

Teachers take steps to create and modd normsin the classroom environment that encourage and
nurture learning. Teachers use their knowledge of their sudents individudities and age-typica
behaviors as the basis of bringing them into a community of learners. The sense of community
cannot be imposed. It develops as a voluntary coming together of the teacher and students. Students
fed that they are welcome in the cdlassroom. They believe that struggling with ideas is an essentid
part of learning, and not a persond failure. They learn congtructive ways of disagreeing with others
and to accept disagreement. Teachers guide the development of the classroom community by
motivating students to participate in classroom activities, modding desired thinking and behavior,
using positive and negative reinforcement, and scaffolding development of necessary citizenship
and academic sKills. All these teacher actions are more effective when based on knowledge of
individua students combined with clear idess of learning gods.

Particular actions by teachers depend on varigbles involving individua students, grade levels,
community factors, and school and digtrict god's. Sometimes teachers provide time and support for
sudents to move daily from a stressful environment, e.g., a dangerous neighborhood or a family
undergoing a divorce, to full engagement in learning activities. Other times, teachers work to
nurture student abilities, such as structuring opportunities to work independently or reducing
debilitating levels of competition. In dl Stuations, the god isfor sudentsto fed someleve of
comfort with the classroom and the intellectud enterprise in which the teecher and students are
engaged.

Student tasks include most of the activities that teachers try to engage their sudentsin at school
and & home. Some activities, such aswriting agtory or cresting a poster thet illugtrates the food
web in a particular ecosystem, are obvious learning tasks. Others, such as taking and recording the
daily lunch count, may or may not be learning tasks, depending on current student knowledge as
well as on how the task is conducted. Teachers take the responsbility to create, adapt, or select
worthwhile tasks related to learning goas for their students.

Worthwhile tasks have severd characteristics. They serve to involve students with work thet relates
directly to the concepts, skills and processes that are important to whatever centra responsibility
the students are working on. For example worthwhile reading tasks involve students in the actua
process of reading or in practicing skills that are essentid to reading. In addition, teechers select
tasks that make appropriate representations of the concepts, skills, and processes being studied.



Teachers are responsible for the accuracy of facts and ideasin their tasks. They adso dtrive to
present important thinking processes, such as reading a biography or making a graph, in ways that
are true to the spirit of their content areas.

Worthwhile tasks also encourage students to improve their knowledge or levels of performance. A
task that only asks sudents to do something they have dready mastered rather than offering
chdlenge that might facilitate growth should be questioned. Teachers dso take into account the
achievement levds, present knowledge, and attitudes toward learning of their Sudents so that they
select and structure tasks that are accessible to them. A task will not encourage studentsto learn if
they are unprepared for or unable to perform any of the sepsinvolved in the activity. Teachersdso
select tasks that relate to the interests, values or experiences of their students so that the tasks are
moativating and engaging for them.

Teachers use available resources to create or adapt tasks in many ways for their students. For
example, they modify activities found in textbooks, or revise the content of an informationd article,
or add more chalenging questions to a mathematics homework assgnment for high achieving
students.

Other adjustments are made when teachers take into account the types of assistance needed to
support student learning. A graphic organizer to guide students through a cognitive process, or
drategicaly chosen questions to provoke and guide student thinking would be examples of such
types of assstance. Some student need strong support to complete activities, while others need
additiona chalenges to extend their learning. Teachers consider how and when they can support
the learning of individua students within the context of teaching the entire class.

The choice of taskswill be constrained by the resources available. Some teachers will be able to
draw upon awide variety of technology and other materid; other teachers will face alimited
avallability of reference materids, manipulatives, or even paper. Regardless, teachers choose tasks
to maximize sudent learning.

The tasks that teachers choose and the environment that they create sets a structure in which
discourse occurs. Discourse includes the multiplicity of ways that sudents and teachers represent
ideas and think, talk, agree and disagree about them. Teachers facilitate discourse with their
students in order to accomplish severa educationa goals. Discourse hel ps students learn new ideas
or concepts. As students talk, write, make models, or draw pictoria representations of their idess,
they clarify, broaden, and strengthen those idess. Students understand the idea of an electric circuit
by working with components to build their own, through seeing examples of closed, open or short
circuits built by others, and by taking or arguing about them with their teachers and thelr
classmates. Asking questions, using definitions, or suggesting, testing, and evaluating dternatives
are some of the ways that discourse hel ps students to think about circuits in order to better
understand them. Discourse helps students improve their performances of essentia processes.
Students attain competence in reading by doing reading tasks, but they improve even more when
they think about their reading, as when they search for and find patternsin the ways that people use
language to communicate their ideas. Discourse helps strengthen the mastery of skills. Students are
prepared to improve their use of periods, question marks, and exclamation points when they are
asked to defend their own usage, when they hear their classmates explain some of their decisons,



or when small groups of students explore the consequences of punctuating sentences in different
ways.

Teachers Structure discourse by various means. The physical arrangement of the classroom and the
avallability of materials encourages certain forms of discourse and discourages others. For

example, smal group interaction is fostered when students can Sit near each other and at some
distance from other groups. The presence of various manipulatives, books from different genres of
writing, and opportunities to explore museums or naturd phenomena outside the classroom provide
representations that can be used in discourse. Classroom norms aso structure discourse. Classroom
procedures for turn taking help students listen and speak to each other more effectively.
Disagreeing with a classmate's opinion without resorting to disparagement of that person isa skill
associated with democratic citizenship, and a habit of mind that supports lifelong inquiry, aswell as
arulethat helpsfacilitate discussion in aclasssoom. A norm that views mistakes as an opportunity
for learning rather than as Signs of failure encourages students to explore their ideas fredly.

To help make discourse meaningful, teachers manage cognitive factors aswell. They mode the
correct use of symbols, terms, and thinking processes to illustrate for students how facts, idess, or
opinions are represented in various fields of knowledge. Teachers articulate their own thinking to
Students so that they can see how important processes like reading, writing, or problem solving
work. Asteachers ligen to their sudents talk, read their writing, or watch them enact their thinking,
they make comments and enlarge upon aspects of student talk or work to help students avoid
sample mimicry of what they see or hear others do and move toward deeper understandings of
important concepts or processes.

Discourse increases in complexity with the development of students, which affects the way that
teachers manage discourse. Discourse for primary students or for students learning a new concept
or process may be in the form of seeing their ideas represented in another, Smilar manner, or
having the teacher name or describe their activity for them. For example, ateacher might help
students to write a smple number sentence, such as4 + 3 = 7, that corresponds to a problem
gtuation. She then names the equa sign for the students and dso points out which parts of the
Stuation the 4, the 3, and the 7 refer to. This discourse helps students to better understand what
they are doing and therefore to be able to make generdizations, or to gpply their understandings to
new Stuations.

Older students might engage in discourse when standards of writing are applied to sample student
work. Teachers and students can work together to rate aspects of a paper in relationship to stated
characteristics of communication, paragraph and sentence structure, grammar, or elaboration of
ideas. To help students understand the standards better, the teacher might focus adiscussion on a
Specific agpect of writing such as dternative ways thet pieces of writing can be organized for
effective communication. As students critique writing samples, or suggest revisons to improve
them, the teacher helps his students clarify their ideas or urges them to support their opinions more
effectively. The thinking that accompanies this discourse helps students think better about their
own writing and then to write better. As students become more proficient in using the standards,
they can form peer editing groups that are less closely supervised by the teacher.



Teachers use discourse to help students think more effectively about what they are learning and
doing. They think about their teaching in asmilar way.

Teachers andyze and reflect on their teaching, both to take stock of the progress that they and their
sudents are making and to improve their teaching. Teachers examine their teaching in the midst of
ingtruction, adapting plans and activities according to student reections. They use varied
assessments of student learning as data to think about the extent to which they are accomplishing
grade-leved objectives and other important agpects of promoting literacy, developing numeracy,
encouraging inquiry, building citizenship skills, and fogtering habits of mind. They seek abaance
between examining the progress of the class as a whole through the planned curriculum and
examining the progress of individud students. Teachers think about how to assist particular
students or groups of students, those who are unsuccessful as well as those who need more
chalenges. To guide the analysis of their teaching experiences, teachers draw upon avariety of
theoretical cognitive, psychologicd, and sociocultura frameworks. For instance, a teacher might
use her understanding of how children learn to reed, her assessment of how a particular child feds
about adults of a different race, and her analysis of this child's reading errors on a specific reading
task to help her decide what steps to take next.

Teaching is a profession that has room for and encourages persona and professona growth.
Teacherslearn by taking with their teaching colleagues to share and andyze ther efforts to fulfill

the five centrd respongibilities and the resulting sudent learning. They dso examine their teaching

in light of new developments in curriculum and ingruction. They seek out and use collegid
conversations and debates, workshops and coursework, and professiona journals to keep abreast of
new tasks and materids, ways of facilitating discourse, and ingructiond gods that might improve
thelr gudents learning.

Elementary teachers aso collaborate with others to meet the needs of their sudents, to contribute
toward building a school community, and to grow professondly. They work with families, who
provide a different and more long term perspective on individua students, to try to provide
coordinated support at home and at school. Teachers consult with other educators. On an individua
level, colleagues can be arich source of ideas and information as well as a sounding board for
identifying and solving problems. Specidists provide advice and cooperation in meeting student
needs, aswell as teaching expertise that broadens and enriches student learning. On a schoolwide
level, teachers work with their peers and the principa to articulate instruction within and across
grades and to achieve schoolwide gods. Often, this entail s creeting, examining, and revisng school
policies and practices to provide time for and to support collaborative activities as well asfor
individua teacher analysis and reflection. Community members provide additiona resources,
expertise, and examples of red world gpplications. Sometimes teachers link students and their
families with medical, socid or psychologica services to help meet the noncognitive needs of
children so that they are better prepared to learn at school. In short, teachers work with othersto
form aschool community that works together on behdf of children.



Elementary Teacher Conversations

The five centrd responghilities described in this monograph are intended to dlarify ingtructiond
priorities and teachers decisons and not to serve as an aternative framework by which to organize
the school day. They can inform ingructiona decisonsin many different school settings, including
those where ingtruction is integrated across subject areas or where separate periods are set aside for
gpecific subjects, such as reading or science class.

Using the five centra respongibilities as aframework in which to conceptudize educationa goas
accomplishes the following: They help teachers set long term priorities, especidly when teachers
aretrying to creste learning environments. Among al the pieces of information that teachers know
about their students, they help teachers focus on the data that relates to learning. They provide foci
that help teachers choose from the plethora of possible student instructiond tasks. They provide a
support for educationa problem solving and professona discourse.

Asthe school year progresses, teachers are thinking and talking about many different subjects.
Some conversations take place in forma meetings of grade level teams; othersin meetings of the
entire school staff. At other more informa times, two colleagues may begin to discuss a pecific
Situation or a beginning teacher may be discussing their day with their mentor. Teachers find that
they return to many of the same topics over and over again as they talk about the questions and
problems and issues that arise out of their classroom experiences.

The conversations that follow focus on teachers roles as collaborative decision makers and
describe conversations or ddliberations between colleagues, rather than describing classroom
events. They are accompanied by a commentary that points out connections to the main ideas about
elementary teaching that have been presented dready in the monograph.

Threefirst grade teachers, Mrs. Cesca, Mrs. Dutil, and Mrs. Oakleaf are having ateam mesting
with their principd, Mrs. Kurlantzick. They have planned to talk about student progressin reading
with the Reading Support Teacher, Mrs. Sanders. The meeting isjoined in progress.

|VIGNETTE COMMENTARY

Mrs. Oaklesaf brings up her main concern. "I'm
redlizing that alarge number of my kids are going
to need extra support in learning how to hear
sounds in words and to recognize their
corresponding letters.”

"What do you mean? What are they doing or not
doing?' asks Mrs. Kurlantzick.

"You notice it when we read apoem like " Allicator




Stew" on the big chart in unison. | ask them how
we know thet it is dligator ew and not dligator
pie. I'm looking for somebody to point out that pie
would start with a"p" or that the word that I'm
pointing to beginswith an"'s." Many kids cannot
complete that task right now."

Mrs. O. refersto skillsthat are
a part of the larger reading
Pprocess.

"l know what you mean,” says Mrs. Dutil. "You
can dso seeit in thar invented spdling. Many
sudents are stringing letters together randomly.”

Mrs. Sanders says, "It seems like many of the
children are not yet responding to visual aspects of
print."

Mrs. Kurlantzick says, "It'sonly the last of
September. Ian't it typical for some students to start
fird grade every year with asmilar performance?’

The discussion now focuses on
where specific student
performances stand on the
developmental range of
emerging literacy.

"Yes, says Mrs. Cesca, "but it seemsto be more
prevaent this year. | have eight students who do
not recognize dl their letters. | was noticing their
performance on the |etter identification assessment.
Here are the results. Last year, | had maybe three
students who did not recognize thelr | etters.™

"Let's remember that these kids are really not out
of the norma range of development,” says Mrs.
Sanders. "We can wish that they were further
aong, but now we redly need to think about how
we can be helping them first hear sounds in words
and second hear those sounds in sequence.”

It seems to be helpful to look at
the student work from several
per spectives as the team of
teacherstriesto come to their
best understanding of the
situation.

"What do you think we ought to do about this?*
asks Mrs. Dutil.

Mrs. Oakleaf responds, "I think we have to put
more emphasis on the phonics aspects of language
ingtruction. So with my class, were generating lists
of dl the words we can think of that start with the
sameletter.”

The teachers address the
guestion of how best to
promote literacy for their
students. Recognizing




Mrs. Cescasays, "l think that, in generd, my class
IS better at understanding meaning this year. They
can tell methat aligator "sew" makes sense
because the poem is about food. So they are able to
use context to help them understand the poem.

That is probably what Michelle and Tracy have
been emphasizing in kindergarten.”

letters of the alphabet, hearing
sounds in words, using context
clues to help make meaning
are all part of a central

responsibility.

Mrs. Dutil says, "I think thet's true for my class
as0. They use pictures and other contextua clues
very wdl, so maybe some kids haven't redly
needed to call on phonicsyet."

Mrs. Kurlantzick says, "1 wonder if we need to talk
with Tracy and Michdleto seeif we can better
aign the kindergarten program and the first grade
program. Should we ask the kindergarten teachers
to do more phonicsingruction?"

"They can't be asked to do everything,” Mrs.
Oaklesf says. "Maybe many of these particular
kids took in as much as they possibly could

about sound-symbol relationships last year. More
phonics work might have made no difference,
except that they wouldn't be as good at reading for
meaning asthey are now."

"Are you saying to dismiss phonics? If you are, |
disagree. How can we expect our kidsto read
without being able to decode words or parts of

Even though different teachers
hold conflicting opinions about
key issues, their discussions

take place within a framework

words? We need to find away to balance the
approaches so that kids get what they need to
succeed.”

of promoting literacy.

"Actudly thisdiscusson isredly helping meto
understand my origind problem better,” says Mrs.
Oakleaf. "Neither phonics nor using context clues
isan end in itself. We know that readers need to be
able to do both. Rather than change our whole
reading program, | think we ought to concentrate
more on activities to hep sudents learn phonics
relationships while they continue to use ther
abilitiesto use context clues.”




Mrs. Sanders says, "We are zeroing in on what Teaching decisions come out
these kids know and can do. Our instruction of a picture of what the
changes each year with the kids. Aswe look at students know and also a
student performance over the years, we may find picture of where teachers
that we need to change our program. WEll have to think they ought to go.

see what happens.”

Ms. Jaksina, Mrs. Yung, and Mr. Baccar o teach a team of 80 fifth graders. The threeteachers
consult with each other about curricular goals, teaching strategies, and different issuesor
problemsthat arise during the cour se of the year. This conver sation takes place during an
afternoon planning period.

"Tony, what happened with Michadl at recess?" asks
Ms. Jaksina. "When he findly got to math class, he
looked pretty sad. The kids said he had afight, but |
couldn't get him to tell me anything about it. He ill
looked pretty gloomy when | dropped them off at
musc.”

The teachers begin by talking
"We had a bad fight on the playground today. Kids about the behaviors of several
started yelling and by thetime | got there, Michad and specific students. Their

Jason were wrestling and hitting each other. | sent conver sation shifts to the central
them to the office” responsibility of building
citizenship.

Ms. Jaksinasays, "I had to break up afight yesterday.
But do you know what the redlly bad part was? A
bunch of other kids made it much worse. They were
teasing poor Carlos and redly encouraging Adam to
hurt him. We have alat of fights and arguments this
year and they are pretty nasty ones.”

Mrs. Y ung points out that thisis not anew problem,
that "we have had to ded withit for thelast severd
years." She asksif they can see any patterns that might
help explain why

there are SO many fights with this particular class. "We
should do something, but the something depends on The team members explore the
what we think the causes are." situation together. They offer
alternative explanations of the
"Mavbe weiug Fave to be gtricter out there." suacests causes.




Mr. Baccaro.

"Perhaps we do, athough more supervison doesn't
necessarily help them develop any conflict resolution
skills. Maybe we have too many kids who don't know
how to get out of conflicts once they get into them.”

Two responses are proposed.
Thefirst isrelated to managing
the environment through closer
supervision

"Isit acase of one or two individuaswho are causing
alot of the Stuations? I's there an ingtigator among
us?' asks Mr. Baccaro.

The second isrelated to
building students' citizenship
skills.

"Maybe we should start logging arecord of these
incidents to see if any patterns emerge.”

"I think we ought to work with the whole group. We
can present each of our classes with what we are
seeing and ask their opinions on what the problem is
and what should be done about it. | don't think welll
make much progress with this until enough of the kids
take on some responsibility for the situation.”

Ms. J. wants to gather more
information about the problem.

Mrs. Y. suggests a series of
tasks during which the students
will apply inquiry skills and
processes to a problemin their
school community.

"It's not only afifth grade problem, if you ask me. This
isredly an issue for the whole schoal. I'm going to
talk to the Principa about this. Maybe the whole staff
should take it up."

The team agrees to bring up the question to the whole
faculty aswell asto develop strategiesthey can
implement for the fifth grade.

Placing the issue in front of the
whol e faculty seems like a good
start to a possible consideration
of how the school could work to
promote better citizenship.

Ms. Vygotsky isteaching third gradefor thefirst timethisyear. After school one day, she
asks her partners, Mrs. Dewey and Ms. Beecher, about teaching science and the science
curriculum.

"According to the curriculum guides, I'm supposed to
teach three big science units in addition to dl this
material on drug education and hedlth. | don't see how
| candodl of it. It's going to take me monthsto finish
the unit about plantd™

The proliferation of curriculum.
There seems to be too much to
teach.

Mrs. Dewey responds, "I don't do every lesson in the
guide. Therejugt isn't enough time. | think you can try
to cover a part of the materia under each tooic. If vou

Despite being directed by
extensive curriculum materials.




want, | could look at the units with you and maybe we
could choose some lessons to do while others are

skipped.”

teachers must choose some
instructional tasks over others.

Ms. Vygotsky says, "'l haven't even considered
skipping anything. | didn't think they would let me do
that."

"| try to focus on one or two big ideas mysdf. What
are you doing in the plants unit now?"

"We are soaking seeds and watching them to see if
they sprout. We have planted some seedsiin little
planters. We are going to put some plantsin the dark
and somein the light to compare thair growth, | think,"
explans Ms. Vygotsky.

Part of Ms. V's problem may be
that sheislooking at a large
number of student tasks without
having a way to organize them
for her thinking and planning.

"I'd say that there are severd questions you want to
know about your class" Mrs. Dewey says. "What do
your students know about seeds? Do they know how
they sprout? Do they have an idea about the life cycle
of the plant from seed to sprout to green plant to
flower to seed? Do you think they understand anything
about photosynthesis?"

What students already know
about the content should inform
any goal setting decisions. Mrs.
D. suggests that Ms. V. assess
her students’ knowledge.

"They are familiar with seeds, but there are alot of
things they donit redlly understand about them.
Probably the sameistrue about the life cycle”
responds Ms. Vygotsky. "To tell you the truth, 1've
been worrying about covering the curriculum. | think |
see what you mean, though. If | knew what the kids
knew about this topic, | could focus on what they
need.”

Mrs. D doesn't suggest that Ms.
V. sdlecta

"Right. Having an idea of what they know and don't
know will help you choose some activities and
eliminate others. Perhaps an examination of seeds and
how they sprout would be redly good for most of the
kidsin your class.

student activity just for the sake
of choosing. Rather she starts by
asking two questions: what do
students already know and what
should they know?

Ms. Beecher joins the conversation. | think that
Roberta's ideas are good, and | agree that you need a
way to set prioritiesin your curriculum. Another way
to look at this Situation isto focus on scientific inquiry
and




scientific habits of mind. That'sthe red purpose of the
science curriculum if you ask me. We want kidsto
gart asking questions about the natura world, to think
of ways to answer those questions, to gather data, and
to interpret that data.”

Mrs. Dewey replies, "What about understandings? Y ou
can't just skip al the ideas and the skills™

Ms. B. suggests an alternative
way to think about Ms. V.'s
problem. She focuses on the
central responsibility of
encouraging inquiry.

"Persondly, | think that these kids will have plenty of
opportunities to learn important concepts about plants
in 5th, 7th or 10th grades. What they need isto start
developing some scientific habits of mind. | would
choose a part of the plant study that would redly alow
you to start working with your classto help them carry
out some scientific inquiry.”

Ms. B. also selects student tasks,
but she uses the goal of
encouraging inquiry to help
guide her choice.

"Ms. Vygotsky says, "Y eah, but they are so young.
Are you asking them to set up experiments, control
variables and record data scientificaly and Suff like
that?'

The question of what students
know and what they are able to
do arises again.

"Ms. Beecher replies, "You'reright. They're certainly
not ready to meet adult scientific sSandards. But we
can ask oursdaves, "what should they be doing and
thinking about now that will help them develop those
abilities?'

Ms. Vygotsky says, "l redly don't know what they are
cagpable of doing aong those lines™

Ms. Beecher asks, "Couldn't they ask some questions
about sprouting seeds or growing plants? If so, you
might be able to spent some time with the whole class
devisng severd little "experiments’ that might answer
acertain question. Y ou could modd how to devise an
experiment for beginning scientigs”

Ms. B. proposes a student
activity aswell as discourse to
accompany it.

Ms. Vygotsky expresses some reservations about
organizing the classroom and controlling student
behaviors during "inquiry.” She aso worries about the
consequences to her for not doing parts of the
curriculum guide.




Mrs. Dewey and Ms. Beecher continue to debate the
question of whether to set their goals on important
idess or the process of scientific inquiry. They find
themsdlves agreeing that they may be able to keep
both kinds of godsin mind asthey focusonrich
student activities and meaningful discourse.

These hypothetica teacher conversations, which highlight teachers roles as educationd decison
makers, illustrate how the five centrd respongihilities of dementary schools can inform discussions
about teaching and learning. Even when these teachers do not talk about the five centra
respongbilities specificaly, they are primarily concerned with questions that directly rdate to

them. If these teachers had been able to place their concerns explicitly in the framework of the five
centra responghilities, it might have enabled them more easily to relate andlyses of problems and
dternative courses of action to priorities of teaching and learning.

The conversation vignettes illustrate how the Five Central Responsibilities can be used to
understand teacher decisions about issues as they arise. The responsibilities so can be useto
understand, inform, or evduate ingruction in any subject area. To illugtrate how this might be
done, we focus on ingruction in language arts, mathematics, socid studies, science, and the arts.

Deveoping the Five Central Responsibilities Through Language Arts

Knowledge of language arts skills, processes, and concepts provides students with the tools to study
all other areas of the dementary curriculum. As students respond to both fictiona and nonfictiona
texts, they learn to obtain information, develop empathy, and learn about aternative ways of seeing
the world. They engage in public discourse about what they have read, heard or viewed. Working
out their own interpretations and hearing the interpretations of others teaches them the power in
making connections between texts and their life experiences. Language and literacy become
important persona tools for communication, enjoyment, indgght, and life-long learning.

Language arts ingruction promotes literacy. Through language arts ingtruction students develop
skillsin the areas of reading, writing, spesking, lisening, viewing and enacting. Students learnto
use dl three cueing systems (letter- sound correspondence, grammar, and context), and to use their
previous knowledge to construct meaning from printed, ord, and visua texts. Conversdly, students
learn to compose messages in printed, ord and visud texts to fit their purpose, the task and the
nature of the audience. Language arts ingruction emphasizes various metacognitive skillsinvolved
when congructing meaning, such as, internd monitoring of understanding, summarizing, or

drawing inferences. Exposure to the many genres of language arts hel ps students identify numerous
means of persona expression and provides stimuli for student writing activities.

Language arts indruction develops numeracy. Students use reading, viewing and listening
competencies to help them analyze and comprehend problem Stuations. Better comprehension
leads to better problem solving performance. Logica and mathematica reasoning are not only
communicated with language, but are actualy conducted through the media of spoken and written



language. The same processes used to make meaning out of printed texts are used to interpret the
sgnificance of quantitative data represented in mathematica drawings, symbols, graphs, and
tables.

The ability to recognize, develop and state legitimate arguments to support various postionsisa
language skill that can and should be transferred to mathematical Stuations. Mathematica thinking
is aways strengthened by the precise use of spoken and written language.

Language arts ingtruction encourages inquiry when teachers help students develop and choose
among aternative expressions of their ideas and interpretations of various texts. Students develop
their own purposes for reading and writing, asking and answering their own questions about
composing and interpreting written texts. Emergent readers learn how to figure out the meanings of
unfamiliar words through some combination of decoding and clues from grammar and context. As
they increase their control over writing, students build up arepertoire of increasingly sophisticated
drategies for evauating and improving their writing. Students aso learn ways of responding to the
texts that they read or listen to. They might speculate about the impact of particular language or
images on emotions or behavior. They form their own interpretations of texts and search for
supporting and non-supporting detalls as they reread or listen again. Since reading, writing,
gpesking, ligening, viewing, and enacting are the media through which teaching and demongtrating
learning are conducted, being able to conduct inquiry in language artsis centrd to being able to
conduct inquiry in other subjects.

Language arts indruction builds citizenship skills. As essentid as the basic skills of reading,

writing, spesking, listening, viewing and enacting are to the language arts, it is only through public
discourse that these skills are activated and given meaning. Students can help create asense of a
learning community by engaging in shared interpretations of the same text, and by using peer
evauation of their work. They can learn the importance of recognizing different view points and
accept the diversity of interpretations that will be evident in a classroom. Literature, plays, poems,
televison shows, and movies can provide links for students to the wider society. Through these
language experiences they can develop empathy, understanding, and a sense of caring for othersin
their local communities and in communities around the world.

Language arts indruction fogters the habits of mind that support learning. It is not enough for
sudents to have the cognitive skills to understand language and construct meanings. In creating
learning opportunities in language arts, teachers drive to nurture curiogity, multiple perspectives,
salf monitoring, perastence, flexibility and responsbility. Students, in order to become truly
competent language users, must make language their own. Students need to redlize that language is
the primary cognitive vehicle we have for expressng and satisfying our curiosity. By encouraging
sudents to own and continualy enhance their language arts kills, teachers establish afoundation
for life long learning.

Developing the Five Central Responsibilitiesthrough Mathematics

Like language arts, mathematical knowledge and skills provide a foundation for inquiry and
learning in other content areas. Through mathematics ingtruction students learn to apply their



knowledge of numbers, spatid relationships, and working with data to solve problems like those
they are likely to encounter in thair lives.

Mathematics ingtruction promotes literacy. The specid contribution of mathematics in promoting
literacy isin providing opportunities for sudents to use the language of written symbols to read,
write, and explain ther thinking. Students learn to move back and forth between different forms of
communication, such as symbols, drawings, concrete models, words, and role play. They develop
skillsin usng logica reasoning to condruct arguments when speaking and to follow and interpret
arguments when listlening. When teechers facilitate math discussons, they help students build
clarification skills, use terms and definitions precisely, and develop ways to test conclusions and
assumptions.

M athematics ingtruction devel ops numeracy. Elementary students need to develop the abilitiesto
use numbers, to ded with data, and to use spatia relationships. Through ordering numbers and
asociating them with familiar objects or stuations, like the number of sudentsin their classroom

or the number of peanutsin a package, students develop a sense of the relative magnitude of
numbers. Among other applications, this helps them understand and use measurements, especidly
measures of money, time, weight, and distance. Mathematics ingtruction helps sudents learn to use
different kinds of numbers, primarily whole numbers, fractions, decimals, ratios and percents, to
describe and interpret the world. They aso learn when and how to use addition, subtraction,
multiplication and division to solve problems. Students learn how to make reasonable estimates of
numerical answers and develop a sense of how precise their answer needsto be. They aso learn to
use numbers to represent the likelihood of different events,

Students aso learn to deal with data. They represent and interpret numbers and trends through
graphs, charts, and other visud representations. They learn different ways to summarize groups of
data, by representing vaues or ranges of numbers visudly or through statistics like average or
median. Through mathematics ingtruction, students aso learn about spatid relaionships. They
learn about the names and properties of common shapes used to describe space. They develop a
sense of the ways that these two- and three-dimensiona shapes can be combined or separated to
form new shapes and applied to engineering, architecturad or measurement problems. As students
work with numbers, data, and shapes, they learn to create, see, and extend patterns and

rel ationships, which facilitates the development of inquiry skills.

Mathematics ingtruction encourages inquiry. Mahematica inquiry depends on skills of logic and
reasoning, including identifying assumptions and extending and connecting previous knowledge.
Students use numbers, data summaries, and spatial concepts to describe, explore, and evauate
clams. Mathematicd indruction amsto help students develop repertoires of different waysto
represent problem Situations as well as different ways to construct arguments. Mathemeatics can
teach students to be cautious about making generdizations, asthey find that a given pattern can
sometimes be extended in more than one way. Through mathematica explorations, sudents can be
introduced to the use of technology such as cdculators and computersto aid in inquiry.

Mathemétics ingruction builds citizenship skills. Solving math problems in groups provides a
model for democratic discussion and decison making, where avaue is put on sharing
interpretations of evidence and choosing next steps based on agreed upon interpretations.



Mathematica discussons are aforum in which students can learn how to propose origina idess,
defend arguments, and disagree with others congructively. Students learn to draw conclusions from
datato work toward a consensus for collective action.

Mathematics indruction fogters the habits of mind that support learning. Encouraging sudentsto
ask and explore their own questions using numbers or spatia concepts rewards curiosity.
Mathematica problems that students find chalenging but solvable help develop persistence and
flexibility, as sudents become used to trying different gpproaches to problem solving until they
find one that works. Because mathematics often lendsitsdf to evauating an answer or an
argument, students can check their own solutions and check those of others independently of the
teacher, which helps develop sdlf-reflectiveness, sdf-rdiance, and independent thinking.

Developing the Five Central Responsibilities Through Social Studies

Through the study of the socid sciences, students learn about their socid world and the socid
worlds of others. past and present, local and distant. Knowledge and skills drawn from the social
gudies help students learn citizenship. This includes learning how to work with others and helping
students gppreciate the Sgnificance of their membership in various socia communities.

Socid studiesingruction promotes literacy. Socid studies provides the conceptud toolsto
understand and interpret human behavior, both in groups and individualy. Knowledge of
geographical, historical, and other socid science information hel ps provide background data which
can be used to understand events and characters encountered in fictiona, biographica and
nonfictionad materias. By reading higtorica fiction, students can both understand the differences
between fiction and nonfiction, and improve their understanding of the historical events portrayed.

Socid dudies ingruction develops numeracy. Socid studies investigations often involve the
collection and andysis of data. Having students compare the size of populations found in different
towns and cities can help strengthen students sense of numbers. Opportunities to use maps, charts,
tables, and graphs to organize, interpret, and report socia science data reinforces student
undergtlanding of percents, ratio, and scale. Spatid relations skills are enhanced by having students
construct and interpret maps, timelines, and schematic diagrams. For example, students apply the
coordinate concepts of |atitude and longitude to locate and identify places on maps and globes.

Socid studiesingtruction encourages inquiry. Socid studies provides opportunities for sudentsto
practice inquiry on subjects or topicsthat are of high interest, namely, themselves, other people and
human situations of dl types. Through individua and group investigations of past, current, and
future socid issues sudents develop and refine their critical thinking skills. While exploring

primary and secondary sources of data, students think about how to evaluate and use evidence. In
discussing current events or how to resolve disputes between classmates, students develop their
decison-making skills by identifying dternatives and making reasoned choices from among them.
As students study topics from avariety of socid studies perspectives (i.e., historica, geographical,
economica, psychologica or sociological), they learn how to integrate knowledge gained from
different sources.



Socid studies builds citizenship skills. The classroom provides a direct experience for sudentsto
learn cooperation, treating others with respect, and managing conflicts in a non-aggressive fashion.
Engaging Sudentsin the framing of a dlassroom congtitution or classroom rules can reinforce a
sense of community, arespect for authority, and the importance of individua and collective
responsbility. Democratic participation can be experienced through group problem-solving
gtuations where students need to vote, to present opposing opinions and to stand up for what they
believe. Geography, history and other socid sciences can help students understand their place in the
world and their interdependence with others. Respect for diversity can be enhanced through many
socid sudies activities that explore how culture, history, and geography affect peopléeslives. As
part of this study, students learn about historica events, landmarks, and works of art that are widdly
known an vaued in their community. Community service projects can provide opportunities for
students to directly contribute to making their world a better place to live for themselves and others.

Socid sudies ingruction fogters the habits of mind that support learning. Children are very curious
about themsalves and their communities, providing opportunities to indulge and develop the habit
of curiogity through study of socid studiesinformation and ideas. Many socid sudiestopics are
particularly well suited to developing the habit of looking at ideas and events from different
perspectives, whether it be from the perspective of different people, different times or from
different socid studies branches. These different perspectives aso foster awillingness to change
ones mind given new data, as sudents reexamine the same situation from additiona perspectives.

Developing The Five Central Responsibilities Through Science

The interest students have about the physica and biological world can be used to accomplish the
five central responghilities as well asto develop a stronger understanding of scientific content and
processes. Science content and procedures help structure investigations of topics that are interesting
and meaningful to dementary sudents.

Science ingtruction promotes literacy. Because science emphasizes accuracy and elaboration when
describing or explaining, students can develop their vocabulary and language skills. Opportunities
to share their observations, predictions, and conclusions with others helps students devel op and
refine their written, graphic, and verbal communication skills. Through the process of scientific
examination students are encouraged to engage in logica thinking and to communicate this
thinking to others. Science is a Sgnificant source of nonfiction reading materia and writing
opportunities.

Science ingruction devel ops numeracy Students develop their abilities to use mathematics, the
symbolic language of science, to represent, andyze, and report data from their investigations. The
use of graphs, charts, and perhaps basic formulas to represent findings and ideas can serve as the
basis of discourse to improve sudents mathematica thinking. Scientific investigations involve
sudents in measuring, quantifying, qudifying, dassfying, and comparing data that they and others
will rely on, and thus, extend mathematical reasoning skills. Open-ended science problems also
help students devel op inductive and deductive reasoning skills.



Science ingruction encourages inquiry. The process of inquiry is a the heart of the scientific
enterprise. Through science students can learn the importance of asking good questions, finding
way's to gather, analyze, and report data, and to draw conclusions based on these data. Classroom
experiments can provide opportunities for students to devel op structured and non-structured
methods of inquiry. By designing and completing their own scientific investigations, older sudents
can learn the different stages and decisions associated with the inquiry process.

Science ingruction builds citizenship skills. A hdlmark of scientific experimentation isthat it is
aways shared with others so that the results can be verified and ultimately used for the common
good. By exploring science as amember of ateam, students can redize the importance of oné's
own contribution to the endeavor and the value of collective input. By having students offer
different interpretations and ideas about how the investigation should be organized and executed,
sudents will have the opportunity to redlize the power of working with others. Through the sudy
of ecology and the life sciences a bridge to the natural world can be fostered. Helping students
understand how to care for nature can be used to highlight our responsibilities asinhabitants of the
earth. Both group projects and the study of ecologica issues can help develop a sense of
interdependence for e ementary students.

Science ingruction fogters the habits of mind that support learning. Through experimentation
adtivities in science, students learn to vaue curiosity, persstence, the importance of pre-planning,
how to ded with ambiguity, the importance of respecting reason and being honest. When listening
to the results of investigations they have the opportunity to learn to vaue skepticism, how to rely
on data to draw conclusions, and to accept a multiplicity of interpretations from one set of data.
Work in science provides a Situation where students can fed the magic of following through on
one's own questions about the world and having the process, results, and conclusons vaidated by
others.

During scientific investigations students can d <o redize that others will be pursuing the same idea
but in adifferent way. When students reach obstacles or unexpected findings in ther investigations
they will have the opportunity to see the importance of being willing to modify their processes and
explanations. By alowing students to design and follow-through on their own investigetions,
science ingruction can provide a foundation for life-long, independent learning.

Fulfilling the Five Central Responsibilities Through the Arts

The arts -- dance, mudc, theater, and the visud arts -- provide students with essentid ways of
knowing and describing their world. A large part of learning involves taking in information through
the senses. The study of the arts enhances students capacities for learning by heightening sensory
awareness and sharpening perception.

The arts d o cultivate imagination, the cgpacity for forming menta images. The ability to trandate
ideas from one form of thinking, such as verbd, to other forms, such as pictorid or three
dimensiond physicad expressons, helps people complete many different kinds of tasks, especidly
tasks that require trandating ideas into action or action into pictures. In addition, imagination helps



students to picture or represent ideas in ways that enhance understanding. The abilities that are
devel oped through the study of the arts help dl students to make important trandations and
comprehend at higher or deeper levels.

Thinking takes place in many forms, only one of which is verbd. The arts provide methods of
thinking and communicating in awide variety of nonverba images, including both visua and aurd.
For students who excel in such nonverba forms of communication, the arts can provide a
disciplined means of expression of their perceptions, thoughts, and fedings. Connecting the arts
with other subjects provides motivation for these sudents to learn and helps al students gain access
to different kinds of knowledge. Students understand themselves better, and make connectionsto
their communities, and other people around the world through the arts.

The role of the artsin schools takes three forms. Learning in the arts prepares students to creete,
perform and evauate works of art. It involves both knowledge of the centra principles that are
used to make and appreciate that type of art aswell as an awareness of the characteristics of the
materials or media employed. At the present time, few classroom teachers have the depth of
knowledge for this ingtruction, which is why the arts are taught by specidistsin Connecticut
schools. Learning about the arts provides opportunities for connecting with learning in other
subjects. For example, andyzing common formsin visua works of art by different artists provides
an aesthetic context for applying knowledge of geometry. Music history provides an aura context
for learning about change and continuity. Learning through the artsis the use of the arts as
multimedia, multisensory ways of delivering instruction in other subjects. The process of
dramatizing astory or ahistorical event, whether in first grade or fifth grade, is anaturd avenue for
better understanding the story or event. Elementary classroom teachers collaborate with speciaists
to plan and deliver indruction in the latter two forms of arts ingruction.

Artsingruction promotes literacy. For example, students learn to use the vocabulary and syntax of
images as they learn about and produce various art forms. They use various media to communicate
and interpret meaning and to articulate artigtic goals. Early readers and writers use theillusirations
that accompany text to help them learn how to read and write. Readers of dl ages and levels of
proficiency interpret drawingsin math, socid studies and science textbooks to help dlarify text.
Producing pictures or models as part of their science, mathematics or socid studies writing helps
students to better understand concepts and to communicate their understandings. Students reflect on
their own performancesin writing, making trandations between words and imagery.

Artsingruction develops numeracy. The arts provide avisud and aurd context for leaning
mathemeatical concepts and procedures. Students discover and explore patterns and symmetry
through musica rhythms and the compositions of paintings. They use knowledge of geometry to
describe and andyze movement in dance. Students encounter applied fractionsin musica notes and
measures. Students also apply artistic understandings to their mathematica work. They use their
knowledge of color and principles of composition to construct data displays that communicate
effectively. They use drawings, models, and dramatizations of mathematica problems and
gtuations to ingpire solutions and illustrate mathematica idess.

Arts ingtruction encourages inquiry. In producing their own artwork, students engage in a cycle of
imagining and experimenting, performing and making, percelving and reflecting, reconsdering and



revisng. They solve problems associated with: creating visions, finding media that engble them to
communicate those visons, working with specific properties of a chosen medium; and interpreting
aura and visua images created by others.

Artsingtruction builds citizenship skills. Students use the art of other people, other times, and other
places to build amore complete understanding of how others perceive the world. Students learn
about the heritage of the Sate and the nation by experiencing common artistic images that hold us
together. Student performances and exhibitions of artwork provide opportunities to develop and
maintain a sense of community in the classroom and the school. Studerts develop skillsin
collaborating toward common goals in an interdependent, noncompetitive setting offered by the
arts.

Artsingruction fogters the habits of mind that support learning. Students learn to understand art
works using trained perception, articulating and defending reasoned judgments. Because the arts
lend themselves to interpretation, students can learn to improve their abilities to evaluate dternative
interpretations. The arts provide a unique opportunity for students to vaue and strive toward clarity
and aesthetic beauty. Students have opportunities to devel op poise when presenting finished work
to others. They develop the habits of looking and listening carefully. The satisfaction associated
with findly learning a piece of music or completing a sculpture helps students learn to persevere.

The five centra responsbilities help teachers both evaduate their teaching actions and prioritize
their teaching dternatives. For example, one of the reasons we teach science is to promote literacy.
Another reason is to encourage inquiry. We do not teach mathematics just for the sake of

mathematics. We teach math in order to help our students develop mathematica thinking, to
promote student literacy, and to foster the habits of mind that support lifdong learning.

During a perfect day of teaching elementary school, every interaction with a student could be seen
as hdping to accomplish one or more of the five centrd tasks. During sef reflection, a teacher
might ask a series of questions like these:

Am | teaching spdling in ways that promote literacy?

Am | teaching hedlth in ways that encourage inquiry?

Am | creating classroom routines that help develop numeracy.

Am | disciplining students in ways that foster habits of mind that support learning?

Am | teaching mathematicsin ways that help build citizenship skills?
We bdlieve that keeping the five centrd responghilitiesin mind as curricular and ingructiona

choices are made and implemented will help dementary teachersin any school stay focused on
what is truly important.



Concluson

Our vison of eementary school contains no prescriptions about tried- and-true indructiona
techniques or materids, ingtructiond groupings. Instead, we focus on identifying important student
learning in the eementary years, what isimportant to know about students, and what is important
to focus on in teaching. Our vison views teachers as professonas who know their students, their
content, their teaching context, and their district curricular gods. They experiment with their
ingtruction and congtantly adapt materials and strategies used in the past to the needs and interests
of their current students. They reflect on their teaching and work with others to improve ingtruction.

The public depends on teachers competence and commitment to improvement because there are no
"teacher-proof" drategies or materids. We think that this is what makes education an interesting
and chdlenging vocation.

Elementary teaching and learning should be centered around teaching students literacy, numeracy,
inquiry processes and skills, citizenship skills, and habits of mind. Teachers should be able to use
developmentd, individua and sociocultural perspectives to think about how students act and how
students learn, both in generd and with respect to their particular sudents. They use that
knowledge along with knowledge of content and how to teach it to construct a positive learning
environment, select tasks, facilitate discourse, reflect on their teaching, and collaborate with others.
No teacher ever completely accomplishes any of these tasks. Students can always learn more.
Teachers congtantly make new discoveries about students and how to teach them more effectively.

The chdlenge isto adopt policies that encourage and support teacher growth and the dissemination
of particularly effective practices for other teachersto consder. Toward that end, we hope that this
monograph stimulates conversations around policies and practices at the school, district, and state
levels. Although initiated as part of the development of a system of support and assessment for
beginning teachers, we defined our task more broadly to address dementary teaching and learning
in generd. Just as we advocate tasks for students which they can enter at different levels of
understanding, we hope that this monograph will be ussful to both beginning and experienced
teachers, who will congtruct different meanings according to their different degrees of
sophidtication.



